International Literature
Assessment is one of the most fraught and troublesome issues physical educators have 32 had to deal with over the past forty years or so, in particular since examinable forms 33 of the subject first appeared in secondary schools during the 1970s in England and 34
Australia. In the case of Spain, the reform of education in 1970 was the starting point 35 for new guidelines for assessment in the Spanish system, promoting continuous and 36 participatory assessment. Reforms for assessment have continued since then (LOGSE,  37 1990; LOE, 2006). It was not until the early 1980s, and outside the formal 38 examinations system, that Ireland began to engage nationally with assessment in 39 physical education with the introduction of a project entitled 'Assessment in Second-40 level Teaching' (Murphy, 1990 ). Prior to the 1970s, in many countries and for much 41 of the modern history of school physical education, assessment has not been an issue. 42
Back in the days when the majority of school children experienced a drilling and 43 exercising form of physical education, assessment, in so far as it existed, was 44 straightforward. The instructor could see clearly whether or not individual children 45
were executing the exercises correctly. One of the main goals of this form of physical 46 education was children's instant obedience to the word of command, a matter that was 47 rarely ambiguous. 48 49
When sport-based physical education began to emerge after World War Two as the 50 dominant form of the subject, assessment was once again a non-issue. Indeed, it was 51 considered obvious by physical education teachers who the talented performers were 52 simply by observing them play. This goal of excellence in sports performance was 53 rarely made explicit during the post-second world war decades, cloaked as it was in 54 the rhetoric of the 'whole child' borrowed from the briefly influential educational 55 gymnasts. Nevertheless it was this judgment about children's performance, alongside 56 them being 'busy, happy and good' (Placek, 1983) , that mattered most to teachers. 57 58
During the late 1960s to the late 1980s in the USA, Britain and Australia, 'objective 59 testing' of children's motor skills and fitness was in vogue. But it did not take too long 60 for reflective teachers to recognize that the need for the scientific rigour of the tests 61 resulted in an ecological validity problem, whereby the tests failed to produce 62 information on what children might be learning in and through physical education. 63 The prevalence of 'objective testing' for children's motor skills and fitness as a form of 64 assessment is a reflection of a kind of physical education whose main goal is to train 65 students' physical abilities and performance according to what Tinning (1996) calls 66 'discourses of performance' in physical education and where López-Pastor (1999) 67 refers to physical education being influenced by a 'technical rationality'. It was partly 68 in response to the dominance of this testing and skill development form of physical 69 education that physical educators, such as Bunker and Thorpe (1982) , alerted teachers 70 to the need for children to be able to play the game rather than merely perform 71 isolated, but easily testable, motor skills. 72 73
Assessment of 'theoretical' knowledge in physical education was carried out in 74 conventional fashion consistent with other more established subjects, i.e., by 75 examination, essay or multiple choice questions. Assessment of 'practical work' was 76 less easily carried out. Various practices emerged, including the use of motor skill and 77 fitness tests, tables of points awarded for performance in areas such as swimming and 78 athletics, and the 'subjective judgment' of the teacher on matters such as game 79 performance. These kinds of practices could be thought of as 'traditional' forms of 80 assessment linked especially to the use of physical fitness tests aimed at grading the 81 students' performance (López- Pastor, 1999 Pastor, , 2006 . 82 83
The purpose of this paper is to provide an overview of the international literature on 84 assessment in school physical education. We take an international perspective because 85 we believe that there is more similarity than difference between assessment practices 86 around the world, and that we can learn from each others' experiences. A strong 87 relationship can be established between assessment and curriculum in physical 88 education. We provide a brief account of the methodology and design of the study. 89
We begin by providing an account of current and past approaches to assessment in 90 physical education, considering both traditional and alternative forms. We propose 91 that the fact that 'alternative assessment' is not in widespread use tells us something 92 about physical education's inability to change. We build on this section to provide a 93 conceptual framework for assessment and a potential assessment language for 94 physical educators. The authors reviewed literature in physical education assessment between 1988, the 106 year when assessment became more prominent in the physical education literature, 107 and 2011. The database comprised the results of book and journal searches that was, 108 in turn, systematically reviewed. After reading those documents, a category system 109 for classifying and analysing the data collected was designed, based on inductive 110 content analysis (Denzin, 1994; Huberman & Miles, 1994; Lincoln & Guba, 1985) . 111
The two categories established were 'traditional' approaches to assessment in physical 112 education and 'alternative' approaches to assessment in physical education. 113 114
Traditional and alternative approaches to assessment in physical education 115 116
In this section we consider what we can learn from the literature identified as 117 contributing to discussion on traditional and alternative approaches to assessment in 118 physical education. We seek to provide a measured critique of traditional approaches 119 before moving on to consider perceived strengths and weaknesses of alternative 120 approaches. We use the terms 'traditional' and 'alternative' approaches to assessment 121 because they are the most frequently used terms in the physical education literature. 122
Furthermore, we utilize the term 'approaches' in order to refer to the broader types of 123 assessment in use (techniques, tools, strategies), not to the contents that are evaluated. 124
The contents of physical education are independent of the approaches to assessment. formative (30%) assessments, teachers tended to value effort and participation more 226 than performance and skills when grading. The outcomes revealed that teachers did 227 not usually assess as they had been encouraged to do during their pre-service teacher 228 training, as they believed such practices were not transferable to the reality of 229 teaching physical education in schools. Developing efficient, easy to use instruments 230 to measure and compile data on students' learning, and to train teachers for that 231 purpose, is a challenge to be addressed. 232 233
In another study, Matanin and Tannehill (1994) considered actual assessment 234 practices used in schools. Their findings showed there had been very few changes in 235 physical education assessment during the previous two and a half decades. The most 236 significant changes were that: (i) most teachers continued to identify grading with 237
PFTs performance and motor skills, (ii) achieving a passing grade in physical 238 education was easy for students, (iii) wearing appropriate clothing or participating 239 remained as grading criteria, (iv) the grading criteria most commonly used were 240 participation, knowledge and skill level, with other criteria including effort, attitude, 241 behaviour, and physical fitness. With regard to the time employed for assessment, it 242 varied from 10% of total time to as much as 80% in some cases. There was some 243 inconsistency between teachers' answers in written questionnaires and their actual 244 practice. Physical education teachers did not accept the idea of students' grades being 245 dependent on their physical fitness, with only 4% of teachers using physical fitness as 246 a grading criterion. Some teachers declared their preference for 'subjective' 247 assessment to decide students' grades, based mainly on criteria such as effort, 248 participation and behaviour. The authors criticized the lack of objectivity and 249 systematic approach, as well as the limited use of an official physical education 250 assessment. 251
Alternative forms of assessment 252
According to Siedentop and Tannehill (2000) , 'alternative' assessments are those that 253 differ from the formal tools traditionally used in physical education, such as PFTs, 254
and instead involve students in actively solving realistic problems through application 255 of new information, prior knowledge, and relevant skills. In this section we will 256 review studies within this definition of alternative assessment, including research that 257 has used the following terminology associated with alternative assessment; authentic 258 assessment, assessment for learning, learning-oriented assessment, integrated 259 assessment, peer assessment and collaborative assessment. In the next section we will 260 return to consider this range of terms and their usefulness in developing a conceptual 261 framework and a language teachers and researchers could use for alternative forms of 262 assessment in school physical education. 263 264 Desrosiers, Genet-Volet and Godbout (1997) examined integrated assessment 265 development in a sample of 13 experienced physical education secondary teachers in 266 ten schools from Quebec (Canada). They observed 183 sessions throughout two 267 complete teaching units. The study reported that carrying out an integrated assessment 268 within the teaching-learning process is possible by employing different instruments 269 and involving the students in the process. A majority (71%) of instruments was used 270 to perform a diagnostic or formative assessment and 70% of instruments included 271 checklists and graduated scales applicable to every student. pedagogical practice in physical education focused on autonomy and responsibility of 292 students for their own learning. In this student-centred model, the teacher negotiated 293 assessment with students at the beginning of the academic year and proposed self-294 assessment and peer-assessment as reflective strategies for learning. In addition, 295
Pérez-Pueyo (2004) highlighted the importance of students' participation in the 296 assessment process for enhancing learning. 297 298
In the US, Mintah (2003) provided evidence that physical education teachers in public 299 schools were using authentic assessment . Seventy-five percent of teachers used 300 authentic assessment-related instruments, more commonly in primary than in 301 secondary education, and in the earlier years of secondary education than in later 302 years. For the minority of teachers who did not use authentic assessment, their main 303 reasons were that it required more time, it was not feasible in schools with higher 304 teacher workloads and less hours per week for physical education, and that teachers 305
were not sufficiently trained to carry out authentic assessment. Mintah (2003) 306 believed that authentic assessment values quality learning outcomes, encouraging 307 students to be further involved in the learning process, appreciating how they will be 308 assessed and in turn increasing their interest and motivation. While authentic 309 assessment generated a strong interconnection between teaching, assessment and 310 learning, teachers spent more time in planning, which for some physical education 311 teachers confirmed their perception that alternative assessment leads to an increase in 312 workload (Mintah, 2003) . 313 314 Hopple (1995 Hopple ( , 2005 examined the subject matter of alternative approaches to 315 assessment in a book focused on physical education teaching, physical education 316 standards and assessment practices for different learning contexts in the US. She 317 presented four tools for alternative assessment in physical education, (i) specific and 318 varied assessment tasks, (ii) explanations for performance and solutions, (iii) a 319 portfolio for collecting demonstrations of student learning, and (iv) observable 320 behaviours of skills and competences. Also in the US, Melograno (1998 Melograno ( , 2000 suggested that the portfolio is a useful and appropriate instrument for compiling 322 evidence on student learning in alternative assessment systems. He proposed eight 323 steps to be followed and offered very detailed information on the different uses of 324 each of them. He regarded the portfolio as advantageous when employing naturalistic 325 and authentic assessment. In previous work, Melograno (1997) teachers' concern for a greater focus on formative assessment, where assessment is a 491 means to help students learn. Thus, alternative assessment does not exclude 492 summative assessment, but rather emphasises student learning as a process rather than 493 solely relying on grades or marks as products / outcomes. 494 495
Melograno (1997) also supported the need for integrating assessment within physical 496 education and the close connection this type of assessment has with authentic 497 assessment, the use of the portfolio and the students' involvement in the process by 498 self-assessment and peer-assessment techniques. Richard and Godbout (2000) 499 supported carrying out formative assessment as an integral part in the teaching-500 learning process and developed a series of pedagogic principles for quality authentic 501 assessments. Assessment for learning is regarded as a very specific manifestation of 502 formative assessment, since it exclusively focuses on the student learning, improves 503 teaching and the teaching-learning process, and emphasizes the assessment purpose as 504 the improvement of the learning process and, by association, student learning. 505 506
While there appears to be a proliferation of terms to describe forms of alternative 507 assessment in physical education, we suggest there is much consistency between these 508 terms in relation to the values and purposes that inform their use. Some terms, such as 509 assessment for learning, suggest a very specific focus on the use of feedback for 510 learning progression, while others such as authentic assessment clearly highlights the 511 meaningfulness of the assessment task for students rather than on grades. These terms 512 provide us with the beginnings of a shared language that teachers, students and 513 researchers can use to describe in nuanced detail how alternative forms of assessment 514 might be used to the benefit of learners. In the next section, we consider how such 515 forms of alternative assessment have tended to be utilised, thus far, in pedagogical 516 practice in physical education. 517 518
Alternative assessment in physical education pedagogical practice 519 520
Concepts of alternative assessment tend, in pedagogical practice, to be closely 521 associated. One particular example from Ireland is provided in a study conducted by 522
MacPhail & Halbert (2010). A physical education assessment-planning framework 523 was generated with various assessment instruments deemed to be authentic 524 assessments for use by teachers and students in association with a physical education 525 syllabus. The work of the project focused on engaging a number of teachers in the 526 development of assessment materials, the trial of these in school settings and their 527 subsequent refinement based on the feedback received from the teaching and learning 528 setting. The project required physical education teachers to cultivate a learning culture 529 within the class, focusing on assessment for learning strategies, in particular the 530 impact of formative assessment on student learning. The study developed and 531 promoted the use of 'rich tasks' (Luke, 1999; Moynihan, Murphy & O'Flaherty, 532 2006), in this instance defined as integrated learning experiences that represent 533 learning outcomes in a practical environment. Rich tasks contribute to authentic 534 assessment in physical education through being embedded in movement, hoping to 535 'capture the cognitive and psychomotor processes involved in the competent 536 performance of physical activities' (Hay, 2006, 317) . 537 538
A formative assessment instrument (the 'assessment wheel') related to the rich task, 539 supported a constructivist perspective in which students take increasing responsibility 540 for what is learned and how it is represented (MacPhail & Halbert, 2010). The 541 assessment wheel is a simple form of student self-assessment, encouraging the student 542 to record, reflect on, and map their learning related to the rich task and to assess their 543 progress towards a pre-set goal. It also identifies any learning gaps that may exist and 544 enables students to plan for the next phase of their learning as well as providing a 545 context for feedback. The study reported that a number of favourable comments were 546 made related to the use of the assessment for learning methodology and the related 547 assessment wheel, with teachers and students conveying a shared understanding of the 548 nature and purpose of both. Both teachers and students believed that the quality of 549 student learning in physical education had improved. Students appreciated being 550
given more responsibility for their own learning and teachers believed that the use of 551 questioning and feedback increased the number of students positively engaged in the 552 physical education class. The rich task helped contextualize the learning intentions for 553 the unit of work and alerted students to what they were expected to do on completion 554 of the unit. MacPhail & Halbert (2010) concluded that it is imperative that continual 555 evolution and refinement of assessment frameworks and instruments for physical 556 education within schools are informed by the experiences of teachers and students and 557 the evaluation of such experiences. 558 559 Oslin, Mitchell and Griffin (1998) Our purpose in this paper was to provide an overview of the international literature on 660 assessment in school physical education in order to familiarize researchers with the 661 range of studies conducted on this topic. We did this first by providing an account of 662 both traditional and alternative forms of assessment. We highlighted the traditional 663 popularity of non-educational tools such as PFTs and subjective criteria including 664 effort and uniforms, before introducing a proliferation of more recent approaches 665 gathered under the umbrella term of 'alternative' forms of assessment. We then 666 sought to overview the alternative approaches in order to provide a conceptual 667 framework for assessment and a language for alternative assessment for physical 668 educators. While we found a range of concepts in use, we proposed that each served 669 to highlight specific aspects of the pedagogy (teaching, learning, and curriculum) of 670 physical education, and that they were underpinned by a similar perspective on the 671 purposes of assessment and its educational value. We then sought to consider some 672 examples of alternative forms of assessment within pedagogical practice, noting 673 advances within the context of curriculum and instructional models in particular, and 674 in the integrated use of two or more forms of alternative assessment. Building on this 675 overview, we briefly noted some possible new directions for research on alternative 676 assessment in physical education. 677 678
While we consider that this overview of research studies provides evidence of genuine 679 progress in an area that has been fraught with difficulties for physical educators, both 680 conceptual and practical, we are not complacent about the place of assessment in 681 school physical education. The research on alternative forms of assessment we refer 682 to in this paper represents an emerging field of innovative practice. This literature 683
suggests that such innovative practice is, however, far from regular, integral, 684 widespread and educationally productive. We believe assessment is an integral and 685 necessary aspect of education across all subject areas of the school curriculum, and 686 physical educators can no longer afford to be ambivalent about this practice, if they 687 ever were. Formative Assessment -Assessment process aimed at enhancing the teachinglearning procedures taking place -Any assessment process which helps: (a)-students to learn more and correct their own mistakes; (b)-teachers to learn to enhance their teaching practice and; (c)-subject or programme development to run at its best. The main objective is not grading but obtaining information about students, to know how to help students to improve their learning and for the teachers to learn how to enhance their teaching.
Brockbank and McGill (1999), Blázquez (1990) , López-Pastor
Alternative Assessment -All the assessing techniques and methodologies that transcend traditional assessment methodologies merely based on tests and exams and mainly aimed at grading, with a higher educational value.
